Introduction
Calls for reform of legal education in India have focused on preparation and relevance. The route to achieving both has consistently been linked to clinical legal education. In 1999, I heard one of the leaders of legal education in India, Dr. Madhava Menon, discuss his goals for clinical legal education in at the first Global Alliance for Justice Education Conference in Trivandrum. 2 I learned at the time that he had been invited to lead a new law school in the country, and he made it clear that clinical legal education would be central to the new law school model that he intended to pursue, a model based on recommendations that grew out of prior assessments of legal education in India. 3 Under this model, law students would be trained to be productive members of a community of lawyers that had refined the skills needed to develop and implement creative University School of Law) for their thoughtful input. I am particularly grateful to Amita Dhanda (Professor, NALSAR Law University) for encouraging me to write the article and for her feedback. 2 "GAJE is a GLOBAL ALLIANCE of persons committed to achieving JUSTICE through legal EDUCATION. Clinical education of law students is a key component of justice education, but this organization also works to advance other forms of socially relevant legal education, which includes education of practicing lawyers, judges, nongovernmental organizations and the lay public." GAJE Introductory Statement, http://www.gaje.org/ (last visited Dec.31, 2007) . It held its first conference in 1999 in Trivandrum, State of Kerala, India. 3 "The Bar Council of India gave a fresh look at legal education at an All India Seminar held at Bombay in 1977 . . . On the basis of the recommendations of this Seminar, a dialogue with the universities teaching law was initiated by the Council which eventually, in 1982, resulted in a new 5-year integrated professional programme after 10+2 school education. Two important features of the new pattern of legal education which was to come into force from the year 1987-88 are the introduction of a two-year Pre-law Study consisting of several social science courses, and a six-month intensive compulsory clinical education." N.R. MADHAVA MENON, CLINICAL LEGAL EDUCATION, Chapter 1, Clinical Legal Education: Concept and Concerns, 20 (1998 strategies for addressing the pressing demand for social justice in the country. 4 The approach reflected a connection between responsibility for the underserved and goals for clinical legal education in India that dates back to collaboration with academics from the United States in the late 1960's. 5 A series of high-level committees have made it progressively clear that this connection is central both to improving the quality of legal education in India and to making it relevant to the most pressing problems facing the society. 6 In 1973, the Expert Committee on Legal Aid of the Ministry of Law and Justice recommended introducing clinical legal education with a focus on poverty issues into law schools. 7 In 1977, the Committee on National Juridicare distinguished the legal services approach in the United States that had influenced the earlier recommendations, pointing out that law schools should establish legal aid clinics that prepared students to help achieve the structural changes India needed to distribute the material resources of the country more effectively. This was followed in 1981 by the Committee for Implementing Legal Aid Schemes' call for establishment of legal aid clinics as part of its recommendations. 8 Despite these high-level endorsements, progress towards establishing clinical programs in Indian law schools has been modest. 9 Several barriers account for this result. Academics, the legal community and the Bar Council never seriously embraced the establishment of clinical programs. 10 Furthermore, the desire to pursue opportunities in the global market made it difficult to keep the focus on legal strategies that would protect the rights and immediate needs of the poor. 11 Many Indian law students and their families, like their counterparts in the United States, want legal careers that are lucrative, and these goals have not been sufficiently connected to the benefits of implementing clinical programs and teaching methods, in either country. 12 
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4 Professor Krishnan identifies Madhava Menon not as the creative force for the new law school model so much as the person with the vision and drive to bring it into being. He described Dr. Menon as drawing on a range of influences, including the 1964 Gajendragadkar Committee Report and the work of then Dehli law professor Upendra Baxi, who went on to be one of the most prominent legal scholars in India and who currently is on the faculty of the University of Warwick (UK encounters with the problems of poverty and exploitation would change their outlook when they became lawyers, and as a result they would not treat clients simply as facts but as living neighbors.") 8 Id at 175. 9 Id (discussing the limited response by a few of the law schools). 10 Id at 176-78 (listing the lack of practical knowledge and the lack of financial assistance to law schools to meet the expenses of running clinical programs, lack of incentives for faculty such as reduced teaching loads, the fact that the Advocates Act prohibits full-time law teachers from practicing law, the lack of licensing provisions for law students, and the general sense that legal education in India has been neither meaningful or relevant as the reasons why clinical legal education has not taken root). See also, Krishnan infra note 18. 11 For an interesting discussion on the dynamics of the global market, including India's role, see THOMAS L. FRIEDMAN, THE WORLD IS FLAT: A BRIEF HISTORY OF THE TWENTY-FIRST CENTURY (2005) . 12 Clinics in the United States broach this issue implicitly or explicitly by discussing the importance of the skills learned through clinical courses in developing professional competence. It would be interesting to learn the extent to which such discussions explore the possibilities for pursuing social justice goals in a range of practice settings. As I reflect on such discussions in my teaching, I am
The failure of the committee recommendations to yield significant change led to several initiatives. In 1988 and 2000, two successive Curriculum Development Committees sought to improve the overall quality of legal education and make law school curricula more responsive to the pressing needs of India's poor. Neither had much impact. However, in 1994 the Ahmadi Committee Report included in its recommendations the establishment of premier law schools to improve legal education. The report referenced the new National Law School of India University in Bangalore, which at the time was run by Dr. Menon, and recommended in the establishment of the new law universities based on that model. 13 Another significant step was taken in 1997 when the Bar Council of India directed all law schools to incorporate four Practical Papers into their curricula. Paper I requires instruction in litigation skills; Paper II requires instruction in drafting skills; Paper III requires instruction in ethical and bar-bench relations; and Paper IV requires public interest lawyering. It was followed in 2002 by the Law Commission of India's report stating that clinical legal education should be compulsory. 14 Response to these requirements has been modest at best. The reason can be seen in the explanation for why previous efforts at instituting new standards failed: means were not part of the package. 15 However, developing a vision for the possibilities of clinical legal education within existing constraints has been the focus of trainings offered in 2007 across the sub-continent. 16 In light of the possibilities suggested by these trainings, this article considers how the history of high-level assessment, recommendation, and demand might be pursued in the new, elite law universities. Should developing the analytical and practical competencies needed for addressing India's critical issues of poverty and access to justice indeed be a priority for the law universities? If so, how should it be achieved? My perspective is based, inevitably, on my clinical legal education experience in the United States and, to a lesser extent, on my exposure to NALSAR Law University (hereinafter "NALSAR"), which I refer to as an example of a law university response to the intended reform measures. I begin by discussing clinical legal education and why it is a critical aspect of a lawyer's professional training. I draw on assessments made of U.S. law schools that are similar to those that the various committees and commissions have made in India. The assessments conclude that law schools should more effectively connect the substantive education they provide to professional practice, and that this connection should include a firm understanding of and commitment to responding effectively to the needs of underserved members of the community. While the approach in India is driven by the particular needs that affect such a rich, diverse, and challenging country, the premise is the same: the preparation of law professionals must effectively be connected to the social justice imperatives of their communities. said, "We make the road by walking." 17 This article is intended to explore steps towards implementing the goals for legal education that have been expressed over the years and that could yield significant contributions to India's future.
I. Why Clinical Legal Education in India?
Clinics expose students to the impact that the practice of law has on people. No one should pretend that they are prepared to practice without a sense of this impact and a constructive way to think about it. This perspective has significant implications for the way legal education is approached in India. It is law schools that must foster a contextual understanding of what lawyers should do to meet the needs of the country. This means connecting students with communities and involving them in creative solutions that focus on the common good.
The new model for law schools -the law university -grew out of a perceived need to enhance the quality of legal education in India. The universities represent a bold move to reinvent legal education practices. The practices that were found lacking in law schools were overcrowded classrooms, lack of rigor in teaching, lack of attention to socio-economic problems, and a general lack of preparation for professional practice. 18 As with other law schools in India, students come to the national law universities straight out of 10+2. 19 Arguably, these students are too young and their education too narrow to take full advantage of professional training. 20 In the United States, law is a post-graduate study; university 21 The expense of attending college prior to preparing for professional practice can be prohibitive, particularly when undergraduate study is imposed as a condition precedent. The universities offer a five-year program, the first two years of which include social science and economics courses along with law courses. Economics and an expansive view of access to education have led to overcrowding in the professional institutions. The number of students attending law schools in India does not necessarily represent vocation or an expectation of entering the profession; students also enter law school as a matter of opportunity or indecision. 22 The national law universities narrowed this pool by raising admissions standards and charging students to attend, setting aside scholarships to assure access to some of the qualified students who could not otherwise matriculate.
Reflecting some attention to the Bar Council's Practical Paper requirements, 23 students are required at NALSAR Law University to spend time in practice settings in four of their five years. 24 The placements have the potential to allow students to interact with the legal community and experience the law in context. However, the placements are apparently student-run projects rather than the product of faculty supervision and educational rigor. 25 Several of the students I taught at NALSAR expressed the concern that they had an insufficient foundation for their professional degree and felt that they could not prepare to be effective in the profession with such a narrow educational base. However, this seemed to express a sense that they were missing something that American students had the benefit of more than a specific lack of foundation for their professional training. When Professor Langdell championed the casebook method and the use of Socratic dialogue in the early 1900's, his goal was to establish legal education as an academic discipline. 36 That concern still casts a shadow that arguably dissociates legal education from significant aspects of its obligation to develop professional competency. 37 This is not to say that Langdell's method, particularly as it has evolved to include problem solving and critical studies, is not important or relevant. It is recognize that more is needed. The concern that too much is asked of law schools if they are expected to expose students to the law both in theory and practice must not be the end of the analysis. Theory and practice are intertwined in law, as they should be in any profession. This connection is not fully acknowledged by law schools, and the educational programs have suffered as a result.
The Carnegie Foundation report, EDUCATING LAWYERS: PREPARATION FOR THE PROFESSION OF LAW (2007), underscores the need for change in the approach to legal education. 38 The report cites the newly published BEST PRACTICES FOR LEGAL EDUCATION: A VISION AND A ROADMAP, a project of the Clinical Legal Education Association that takes an in depth look at all aspects of legal education in the United States and recommends methods for improvement. 39 Both books discuss the importance of clinical programs and the use of clinical methodology across the curriculum to achieve the necessary integration of substantive law and professional skills and values. 40 All accredited law school in the United States have clinical programs. Given the growth of clinical programs in law schools in the United States, one might wonder why the statements continue to be made that link their importance to needed improvement. A fundamental problem with the approach to clinical programs, and this is also true of "skills" courses in most U.S. law schools, is that they are viewed as nonessential and/or unrelated to the substantive law courses offered. 41 The hard work of integrating experiential . This is true despite the weight of criticism referenced above. This is true because, while the bench and bar claim they want change, hiring is based on performance in the very courses that teach the skill emphasized by law schools. Furthermore, entry into the profession is determined by who passes bar examinations, and these examinations essentially ignore professional values and skills other than legal analysis. In sum, the training law schools provide has been roundly criticized, but there is insufficient incentive to change. 38 In their preliminary summary, the authors of EDUCATING LAWYERS make seven specific recommendations: that law schools (1) offer an integrated curriculum; (2) join lawyering, professionalism and legal analysis from the start; (3) make better use of the second and third years of law school; (4) support faculty teaching across the curriculum; (5) design the program so that students and faculty weave together disparate kinds of knowledge and skill; (6) recognize a common purpose in achieving professionalism; and (7) emphasize interdisciplinary learning The report itself emphasizes the need to integrate practical and theoretical learning. See generally EDUCATING LAWYERS, supra note 38. 39 See BEST PRACTICES, supra note 32. 40 BEST PRACTICES also emphasizes the importance of outcome assessment as a means of determining the extent to which approaches to achieving quality legal education are effective. It argues that legal education is unique in its failure to reflect on the effect of its teaching choices. BEST PRACTICES, supra note 32, at 42. It notes that legal educators in Great Britain have begun to explore outcome assessment methods. Id. at 45-46. 41 The emphasis is on teaching a set of required first year courses and other courses that appear on state bar examinations, have traditionally been offered, are favored by members of the faculty, or cover emerging areas of law. The approach is driven by history and evolution, but not necessarily reflection on what is needed to produce thoughtful and education into the curricula has not happened in this profession, raising serious concerns about the quality of professional preparation.
What do clinical courses offer that these analyses and critiques of legal education find so important? First of all, the emphasis on clinical programs addressing skills and values that substantive law classes do not reach may suggest that clinical programs fully prepare students to enter the profession as competent practitioners. No such argument is intended. Clinical programs do well if they introduce students to the competencies they will need, strategies for building expertise and critical assessment of the lawyer's role. While the traditional American classroom uses casebooks and the Socratic method to expose students to a body of substantive material and develop their ability to analyze the material, 42 the range of competencies that a clinical course seeks to develop is broader. They include interviewing, fact investigation, an extensive application of problem solving skills, attorney-client relations, negotiation and other alternative dispute resolution methods, ethical considerations, pre-trial and trial skills. They are taught using methods that include role-playing, simulations, brainstorming, highly interactive discussions, regular indepth feedback, and direct client representation. 43 Significantly, they instruct by helping students to build on their experiences.
Second, clinical courses expose students to opportunities to use legal expertise to address issues of social concern, particularly the needs of the poor. Regardless of whether students intend to work in public interest law, they need to be aware of their obligations to contribute to their communities and of the special role they are becoming equipped to play in addressing a range of social problems. While the classroom can raise theoretical issues about social justice, access to legal interventions and reform, understanding the problems in terms of access, application, and sufficiency comes from well-supervised work with poor people. Thus, these issues are best raised through direct service to disadvantaged clients, either through representation or some other opportunity to work closely with them in order to understand the problems and the attorney's special ability to provide effective assistance.
Clinical programs in law schools across the United States have addressed one or both of these goals through experiences that are discussed below. The discussion considers these approaches in relation to what might make sense for the law universities, not as a prescription for what should be the ultimate or ideal approach but rather as a way to begin to think about moving along the path to implementing some of the reforms that have been advocated for so long. 
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III. Contemplating the Path
The strong support for clinical legal education in India has resulted in an assumption of its benefits, but it is not clear that law universities have considered how it relates to educational priorities. Thus, a necessary step is to assess what aspects of clinical legal education are important and why. Insight can be gained from looking at the committee and commission reports, but how should their calls for socially relevant learning experiences and to use students to address India's mandate to provide legal aid be approached by the universities? 44 To avoid critiques leveled against American law schools, one important goal would be to figure out how to integrate values and appropriate skills into the substantive law classes. Given India's commitment to access to legal aid and the percentage of the population living in poverty, social science courses that are currently included in the law university curricula provide an excellent opportunity to help students consider innovative interventions and collaborations through which lawyers can make useful contributions.
There is a special danger of sacrificing educational objectives in order to respond in some way to the huge demand for legal services. The idea that law universities should attempt to bridge the chasm between the promise of legal aid to the poor in India and the reality of access is in direct conflict with the educational mission. The goal of the law universities should be to create the space for analysis and creative problem solving, and this cannot effectively happen where the competing goal is coverage of huge caseloads -regardless of how they are structured. The educational benefit of the practice experience is not to simply do but to have the opportunity to learn effective lawyering from the process of doing. 45 Alternative models of lawyering and dispute resolution are particularly critical for law students in India to explore. Formal courts based on British colonial structures have become bogged down to the point of being essentially dysfunctional. Students need to consider what the profession's obligations are with regard to reforming whether, when and how the courts are used. As alternatives to the courts are reinstituted or created of necessity, students need to learn how to assess the extent to which they are fair and advance the common good. 46 The following sub-sections consider some experiential learning course structures. My goal is to provoke thought about walking the path towards structuring effective clinical programs and to consider their relationship to the rest of the law university curricula. The courses discussed are intended as a base from which to create and innovate. The skills courses should not be considered as alternatives to the clinical experiences but as part of the integrated approach throughout the curriculum to preparing students to address the issues that the clinic courses will pursue.
A. Externships
Externships offer students discreet periods of time to devote to lawyering experiences in practice settings outside of the law school. As offered in law schools in the United States, they can provide excellent opportunities for students to apply the theory they have learned in substantive law classes to the challenges of professional practice. While the classroom can endeavor to integrate the two, the practice setting offers a significant, arguably essential dimension.
The placements that I observed at NALSAR Law University reflect the experiential objectives of externships. They occurred in each of the third, fourth, and fifth years of schooling. The students spend two months, November and December, at each placement. During that same period, the university is closed for vacation. As noted above, the students find their own placements for each practice inter-session. time for experiential learning already available in the law university structure and apply requirements for supervision and placement that would help to assure that students are gaining useful exposure and insight. Basic structural considerations might include the following:
1. Students, in coordination with a supervising faculty member, find their own placements. This would engage students in evaluating placement opportunities while having faculty input with regard to learning opportunities. Depending on the need for services and the educational goals, a specific placement or group of placements may be preferable.
2. A faculty member is assigned to the externship program. This assignment would be the most, if not all, of that faculty member's teaching load. I will refer to this position as "faculty supervisor" below.
3. Any placement found by a student is reviewed by the faculty supervisor. The review would involve determining whether the placement is appropriate under the following criteria:
a. The placement is primarily involved in the practice of law or law-related activities. That the placement is in the legal department or office of a larger enterprise, such as a nongovernmental organization or business that is not primarily involved in the practice of law, is acceptable.
b. The student's activities primarily involve substantive work directly related to the practice of law. This can include a wide range of work, from litigation to mediation to clerking for judges to transactional practice to legislative and social service advocacy. It could even include journalism, so long as the placement develops skills and insights relevant to professional development as a lawyer.
c. The placement supervisor is a lawyer. While there are many things to learn from nonlawyers, the goal should be development of professional skills and perspective.
d. The placement supervisor is willing to provide to the faculty supervisor a general outline of the work the student will do during the placement. The faculty supervisor would discuss this outline with the placement supervisor as well as educational goals for the student. A written agreement about the placement should follow that discussion.
e. There is an opportunity to understand and address issues affecting the socially or economically disadvantaged, or to address environmental and other important social justice issues. This aspect of the externship experience should be explored in class or meetings with the faculty supervisor.
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(4) a method for selecting, training, evaluating, and communicating with field placement supervisors; (5) periodic on-site visits or their equivalent by a faculty member if the field placement program awards four or more academic credits (or equivalent) for field work in any academic term or if on-site visits or their equivalent are otherwise necessary and appropriate; (6) a requirement that students have successfully completed one academic year of study prior to participation in the field adjacent program; (7) opportunities for student reflection on their field placement experience, through a seminar, regularly scheduled tutorials, or other means of guided reflection. Where a student can earn four or more academic credits (or equivalent) in the program for fieldwork, the seminar, tutorial, or other means of guided reflection must be provided contemporaneously.
f. Student housing accommodation is determined to be satisfactory and safety is considered. This is worth noting in program development since the school has some responsibility for the circumstances that attend students pursuing this aspect of their education, particularly since the students are young and often unaccustomed to being on their own.
4. Each student is required to provide to the faculty supervisor an outline of goals for the placement experience.
5. Prior to leaving for their externships, the faculty supervisor meets with each year of externship students in several classes to discuss what the placement should mean in their professional education. Specifically, the discussions would help students establish goals for their experience, develop tools for reflecting on their experiences, and learn how to seek and receive useful feedback during their externships. 50 The discussion should change for each year, with the goal being to develop the expectations and level of reflection for each progressive year's placement.
6. Prior to embarking on the externship placements, the faculty supervisor also meets with students, individually or in small groups, to discuss the placement supervisor's outline of work in relation to the students' goals for their placements. Students should have a good understanding of goals and expectations prior to leaving for their externship. Strategies for dealing with supervisors who do not provide the substantive experience contemplated are also important to cover in these meetings.
7. Keeping journals during their placements would encourage students to analyze their placement experiences. These journals can be collected by the faculty supervisor and form part of the externship assessment, or they can simply be used for debriefing discussions in class upon the students' return. Journals expose students to the discipline of thinking deeply about their actions and the actions of others around them. Particularly in the externships where rounds and other clinical teaching tools may not be part of the practice experience, they encourage students to take responsibility for analyzing their experiences and learning from them. 51 8. At the end of the externship experiences, small group sessions are held with students to discuss the externship experience. Students should be prepared to discuss what they did, how it responded to the goals they had set, how their experiences provided opportunities to apply the substantive law they had learned during the preceding semester, poverty issues and potential solutions, and any other relevant reflections.
9. The school keeps a roster of placements that did not work out so that students may avoid them in the future. 52 The goal, then, is to provide more structure to the placement opportunities and faculty-guided reflection to the placement experiences, while preserving some of the range of placements and the student initiative that was in evidence at NALSAR.
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B. Skills Courses.
In July 1992, an assessment of what competencies lawyers need to be effective professionals was done at the behest of the American Bar Association's Council of the Section of Legal Education and Admissions to the Bar. The task force that conducted the study was chaired by prominent lawyer and past ABA president Robert MacCrate, and the report that was issued has commonly been referred to as the MacCrate Report. 53 Central to the report was an analysis of the skills and values essential for competent representation. The skills listed by MacCrate were: problem solving; legal analysis and reasoning; legal research; factual investigation; communication; counseling; negotiation; litigation and alternative dispute resolution procedures; organization and management of legal work; and recognizing and resolving ethical dilemmas. The values identified were: provision of competent representation; striving to promote justice, fairness and morality; striving to improve the profession; and professional self-development. 54 These skills and values provide a useful outline of a range of competencies that can be used as a reference point for framing a law school curriculum. In fact, this is exactly what the MacCrate Report urged. The MacCrate Report had a modest impact on legal education in the United States. It was criticized as being overly broad to the point of being irrelevant to values such as social and economic justice and to the changing roles of the lawyer in a lawyer and client relationship. 55 The report's limitations as well as the differences between India and the United States make uncritical reference to the MacCrate analysis risky for several reasons. India is still extracting itself from the ongoing impact of a colonial legal system. It is also combating pervasive poverty exacerbated by religious and caste prejudices. Economic development, energy, environmental and infrastructure challenges call for attention in different ways in each country. Yet, these issues are primarily a matter of degree. Poverty, prejudice, lack of education, lack of legal representation, and cluttered court dockets are common to both countries. This suggests that India may place different emphases in applying the skills and values enumerated by the MacCrate Report, as well as consider the extent to which additional or alternative skills and values are more meaningful and explicit. 56 40
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kept in binders. My suggestion is that the externship supervisor take an active role in assessing the placement experience through contact with the supervisor and feedback from the student. If the experience has not been a good one for reasons primarily associated with the setting and supervision provided, then future students should be instructed to avoid that placement. Identifying the skills and values that are components of legal education is the first step to determining how they will be taught. Once identified, they need to be integrated into the teaching of traditional subjects in the classroom setting so that understanding of substantive law is connected to its professional application. 57 A torts or personal injury course will teach legal analysis and reasoning, but it must also engage students in problem solving and critique of issues such as caste, class and gender and address issues of justice, fairness, and morality in considering how tort law applies and should apply in serving the community. This aspect of the course need not be in conflict with the need to cover a significant body of substantive law. 58 Balance is essential. 59 Students should be aware in each of their courses of the interrelationship of legal precepts, contextual realities and legal practice so that they can gain a sense of professional connection and lay a foundation for competence.
While teaching professional skills may be reinforced in teaching substantive courses, courses dedicated to developing skills are also necessary. For example, 1. Legal research and writing are fundamental and should be introduced through a structured course or series of courses taught by expert law faculty. Certainly, the move in this direction has been a painful one in the United States. 60 However, its importance is reflected in the accreditation standards for law schools in the United States: schools must require two legal writing courses of all students prior to graduation. Apart from professional responsibility, this is the only specific course requirement in the accreditation standards. 61 The ability to gather, synthesize and use information is essential for lawyers to know regardless of the context in which they will apply those skills. Research and writing may result in pleadings, briefs or argument in court, but may also be used to inform community education projects, alternative dispute resolution approaches, public advocacy, and problem solving in general. Effective teaching of these skills courses requires participation in a series of simulations that challenge students to integrate assigned readings as they develop basic competencies. Thus, it is hard to consider teaching these courses effectively in classes having more than sixteen to twenty students. Student opportunities to participate in sufficiently supervised simulations would be compromised in larger classes. This means dedicating several sections within a given year of students to covering each set of skills, and possibly linking the skills sections to a larger substantive course for greater impact. 64
Clinical Legal Education in the Law University: Goals and Challenges
3. Moot court competitions are already quite popular at the law universities. These simulated appellate arguments help develop research and writing and persuasive oral argument skills. 65 However, moot court participation should be in addition to legal research and writing courses, and the important oral skills learned cannot be viewed as unrelated to or supplanting the skills needed to creatively address social and economic justice problems. 
C. Clinical Programs.
An in-house clinic (one run by the university for purposes of teaching its students and providing service to the community) 66 or a hybrid clinic (one that collaborates with an existing legal services office to provide representation) 67 is a carefully constructed integration of client service and contextual learning. Students must reference their substantive law and legal skills education and expand on both in the course of providing effective service.
In the United States, in-house and hybrid clinics serve clients who are unable to pay for legal services or who are unable to find representation. Clinics have traditionally sought such clients in order to emphasize for students their professional obligation to assure access to justice. Furthermore, student practice rules generally limit representation to the same body of clients. 68 The purpose of limiting service to indigent clients avoids competition with the private bar and inculcates the same sense of professional obligation. 69 A clinical course run by the university and taught by its faculty, allows students to participate in legal service that is designed to maximize their learning. When in a student's law school career to provide such clinical experiences has been the subject of experimentation and debate. Some have argued that it should start immediately, to avoid the damage otherwise done in first year law
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66 The definition given back in 1992 by a special committee of the Association of American Law Schools has not been improved upon. It is quoted below both for what it has to say about clinical teaching methods and in-house clinics. Clinical education is first and foremost a method of teaching. Among the principal aspects of that method are these features: students are confronted with problem situations of the sort that lawyers confront in practice; the students deal with the problem in role; the students are required to interact with others in attempts to identify and solve the problem; and, perhaps most critically, the student performance is subjected to intensive critical review. If these characteristics define clinical teaching, then the live-client clinic adds to the definition the requirement that at least some of the interaction in role be in real situations rather than in make-believe ones. That is, the interaction with others in role occurs with real clients and participants in the legal system rather than with other students and actors. The nature of the real issues and cases in the liveclient clinic provides both concreteness and complexity to the student's learning experience. The in-house clinic further supplements the definition of clinical education by adding the requirement that the supervision and review of the student's actual case (or matter) . . . be undertaken by clinical teachers rather than by practitioners outside the law school. Although the clinical movement began with practitioners used as supervisors, many clinical teachers came to believe that student supervision by practitioners was problematic for a methodology in which teaching was not incidental to the enterprise but rather its primary function. While a practitioner might be a superb lawyer, she would be unlikely to have the training, experience, or time to devote to the teaching role that a full-time clinical teacher would. courses that are too removed from the profession. 70 If the law universities are committed to building a strong clinical and skills curriculum, it would seem that the in-house and hybrid clinical experiences may have the greatest impact as part of the students' initial law school experience, with levels of responsibility escalating in each year. Thus, students would begin as part of the clinic enterprise, but with very limited tasks, with their responsibilities progressing such that by their last year they are performing as many of the lawyering tasks as possible. Alternatively, the clinic experience could be approached as a capstone to the progressive range of skills developed as part of the curriculum. If the curriculum requires externship experiences and uses experiential learning methods such as simulation, role-plays and so on early on, then by the last year students would prepared to step into the role of advocate or mediator in the complicated context of real life situations. This is particularly true for students who enter law school from high school, as they do in India. A capstone clinic experience would come after they have had the chance to mature, both in terms of life experience and understanding legal potential. The approaches suggested by need for services, teaching goals, and experimentation should make consideration of when and how to engage students a fluid and innovative process. 71 Issues of when, what and how to organize the clinic offering require careful assessment of learning objectives and community needs. 72 The 1977 Report on National Juridicare observed that "there are no two opinions about it that there is need to reform the system of legal education in the direction of making it poverty-oriented, multi-disciplinary and related to actual social conditions." 73 The report described its goal as building "a cadre of poverty lawyers competent to run a nation-wide legal services programme." 74 A cadre of public interest lawyers is certainly an attractive goal, and, making clinic available to such a discreet group may be the best way to initiate clinical programming. 75 However, the broader goal of clinic and an integrated curriculum is to 75 From my brief conversations with the fifth year students who I taught at NALSAR, with the possible exception of two who were inclined to pursue a criminal defense career, none considered public interest work an option they would pursue. Many felt either inclined or pressured to take corporate jobs because they are viewed as lucrative. A few wanted to enter their families' practices. Still others wanted nothing to do with law, had no idea what area to practice in, or wanted to use their law degrees in another profession. A fair number also wanted to continue their studies, including many of those who envisioned doing corporate law. Not one specified poverty law as an area of interest, although there may have been a few who felt inclined that way and expressed it as dissatisfaction with the profession. The disinterest could be attributed to lack of exposure to poverty law, but it seems overkill to seek to make students poverty lawyers, as opposed to lawyers who, in addition to their legal career goals, understand how to effectively apply their expertise in service to the poor and underserved.
expose students to poverty law issues in the hope that, while a significant number may then be inspired to pursue poverty law practice, others will pursue these issues through or in addition to their ultimate area of practice. 76
Another basic consideration is whether the clinic should be a hybrid or in-house program. 77 There may be a great need for representation in the community surrounding the university, but the areas of legal expertise required to respond effectively may be beyond the expertise or educational priorities of the university; or the university may want to be identified as a general legal resource for that community and this choice will influence clinic development. Deciding which approach to take should involve the faculty in a discussion of the university's role in introducing students to creative lawyering approaches and fostering a climate of innovative problem solving. Thus, the decision of what type of clinic is best seen as framing the clinic entity and possibly the initial issues and approaches the program will focus on, but would be truest to desired educational and service goals if it is designed with sufficient flexibility to respond to needs identified as a result of community involvement.
The hybrid clinic may provide more breadth with regard to areas of practice and the types of expertise students can reasonably develop. A legal aid office or non-governmental organization (NGO) may handle a wide range of legal matters in ways that members of the law faculty may not have anticipated. Dividing the students among non-faculty supervisors with expertise in a range of issues and approaches allows students to develop a sense of competence while operating in a general practice setting or NGO. Depending upon the relationship with the collaborating office and clinical program goals, clinic faculty may or may not provide direct supervision. Possible models for supervisory collaboration would have the faculty member supervising some assignments that do not involve court appearances, co-supervising all assignments or closely observing the developments in activities supervised by placement attorneys while working closely with them on
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76 The skills taught in clinic are intended to be transferable. Skills poverty lawyers use to address the needs of their clients are similar to those used in many legal settings. Interviewing, assessing facts, developing case theories, investigation, legal research, problem solving, client counseling, advocating in a variety of forums, and even community education are skills that lawyers use and that students should have exposure to prior to completing their professional education. This was the approach I took in raising issue of poverty, access to justice, limitations in legal responses, and disparate impact when teaching at NALSAR. Having spent my first class learning about the students and their goals and interests, I knew that it was important to discuss the hypothetical I used and issues I wanted to raise in a way that would resonate for them. I urged them to consider their responsibility to address these issues regardless of the practice they chose to pursue. All lawyers have an obligation to recognize and respond to the needs those who society overlooks or mistreats or the compelling problems that are ignored. In fact, opportunities to explore this obligation exist and should be pursued throughout the law school curriculum. See Jane H. Aiken, Provocateurs for Justice, 7 Clinical L. Rev. 287 (2001) (discussing the opportunity clinics offer to inspire law students to commit to justice and the need for clinical faculty to provoke a desire to do justice in their students). 77 Professor Wortham observes in the context of promoting the institution of law school clinics, "Given my view of the importance of involving faculty and the usual situation in which many areas of law present legal needs for poor people and under-served interests, I think it is legitimate to focus a clinic in an area of faculty enthusiasm." Wortham, supra note 45, at 671. student supervision. 78 Additionally, the faculty role should involve teaching or co-teaching a classroom component of the course that covers relevant skills and substantive law and that includes rounds that provide students with the opportunity to reflect on their work.
The hybrid clinic model assumes a commitment on the part of the legal aid office or NGO to assist with educational goals of the clinic and closely collaborate with the clinic faculty. Ideally, the relationship benefits all involved in that the degree and quality of the services provided by the outside entity are enhanced by connection with the university, its faculty and students.
Another consideration with regard to whether or not to choose a hybrid or an in-house clinic is the possible need for the university to fully staff the in-house clinic office year round. Coverage for faculty members who may want to write, who will need vacation time or may become ill must be considered, especially since clinic projects may extend beyond the academic semester. Rotating faculty responsibilities might avoid this problem as well as contribute to integrating clinical and substantive law teaching. Coverage considerations are less compelling where the clinic enterprise operates in collaboration with a legal aid office in a hybrid clinic.
Clinic location is another consideration. Should the clinic be viewed as an office to which clients come or a base from which students span into the community? In either event, an office creates a space for student interaction and support. Should it also be an identifiable resource for the community? If so, should it be located on campus or in the target community? Should it be mobile or static? These will depend on a number of factors, including the type of clinic, the location of the law school, space needs and availability. Accessibility to the population served should be a primary consideration, but may well be trumped by budgetary and other considerations.
How to assign students to the planned services is another consideration. Should they be teamed? Teaming students provides an opportunity to develop a skill of increasing importance to legal, as well as other, professional practice: collaboration. Students are often trained to work independently prior to entering law school and during much of their law school careers. One of the goals for integration of clinical methods throughout the law curriculum would be to encourage collaboration in the classroom and on course assignments in order to prepare students to work effectively in professional practice. 79 By extension, within the clinic such collaboration is created through teaming and by creating an environment in which students share ideas with regard to each other's work.
What kind of work to assign is a separate issue. While this issue will inevitably be driven by the kind of service to be provided, assignments should be manageable and provide some opportunity to build expertise. With regard to law clinics in the United States, some have argued that practice limited to a specific area of law allows students to understand the issues related to that type of practice more clearly and provides the opportunity to develop reasonable competence with regard to the subject matter. A contrary view holds that specialization trains students to fit their clients' problems into a subject matter box. 80 Such considerations may or may not be as relevant to approaches identified for addressing problems India. Still, the consideration flags the importance of assessing the types of legal assignments the students are given with an eye towards connecting the services provided to the educational goals of the clinical program. Central to any model pursued will be a commitment to optimizing student learning. The goal is to develop lawyers who will be able to effectively address community needs, and not to confuse this goal with using the students as the solution to legal service needs.
One of the tools the lawyer is expected to have is the ability to use litigation as an option for solving client problems. Since students in the United States practice under the supervision of a licensed attorney, usually their clinic professors pursuant to the student practice rules of the relevant state, students are able to take primary responsibility for the full range of representation that may be provided by a lawyer, including the traditional role of litigating before the courts. 81 While, as noted above, a solid clinical experience could be fashioned around a program that does not involve the ability to enter the courts, the option to pursue such a remedy would provide the student the opportunity to experience the benefits and limitations of this aspect of legal practice.
Another consideration is language barriers to effectively serving the poor. Language barriers can pose significant challenges, even as they offer opportunities for learning professional skills. In order to serve the poor in India, language differences will need to be addressed. Many underserved clients speak only the local state language, while the students who come to the law universities often come from several Indian states. The students and faculty share Hindi and English, but these languages are often not shared by the poor. 82 Thus, interpreters are necessary to assist with the complex communication needed for competent representation. Law universities may need to hire interpreters to work with their students in an in-house clinic, or as part of facilitating the interface in a hybrid clinic setting. 83 Learning to work with interpreters is a useful skill for students to develop given the strong possibility that their careers will involve the use of interpreters. One option discussed at NALSAR was requiring first year law students to learn the local language. While this would send students an important message with regard to communication and cultural Course load is another consideration regarding faculty. As with the externship program discussed above, teaching the in-house or hybrid clinic should occupy most, if not all, of a faculty member's teaching load. In the United States, it has generally been accepted that a full teaching load has clinical faculty responsible for approximately eight students for an in-house clinic, with adjustments made based on the number and complexity of the cases assigned and the credit hours granted for the course. 89 More students can be supervised in a hybrid program, but numbers depend on the kinds of cases and level involvement by the faculty supervisor.
Clinical Legal Education in the Law University: Goals and Challenges
Part of the resistance to clinical programming in the United States has been the expense. The low student/faculty ratios considered appropriate for high quality clinical programs have led schools in the United States to be creative in hiring fellows or practitioners-in-residence to help teach. 90 As argued with regard to law schools in the United States, finding the resources for quality clinical legal education is a matter of priorities. 91 Committing to clinical legal education will require identifying it as a priority in allocating the limited resources available.
Licensure for law faculty is an issue that might need to be addressed for purposes of establishing an in-house clinic, and, depending upon the level of involvement in any trial work anticipated for the hybrid, for that model as well. Apparently, the prohibition on licensure of law faculty is based on concerns about compromising the quality of legal education if faculty members are allowed to practice. 92 However, practice prior to joining and to a modest extent while on a law faculty would provide an important connection to the traditional center of the profession being taught. 93 Furthermore, the absolute prohibition seems excessive in that concerns about employment priorities should be able to be handled as a matter of law school administration, not licensure. The limitation means that law faculty are institutionally isolated from part of legal practice and thus from part of the profession they seek to teach. It also contradicts the spirit of if not the opportunity for the clinical experience espoused as part of the Indian legal education reform movement. Nonetheless, programmatic goals for clinical legal education can be met without entering a courtroom. This is especially true where, as in many parts of India, dispute resolution
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89 Report of the Committee on the Future of the In-House Clinic, supra note 66 at 552 (reporting that the average student teacher ratio was 1:8, with 84% of schools reporting ratios of 1:10 or better). "The ideal ratio varies with the goals of the clinic, the nonsupervision demands placed on the clinical teacher, the number of credit hours that each student earns, and the types of cases that the clinic handles." Id. See also BEST PRACTICES, supra note 32, at 179 (discussing "Experiential Courses" and observing that, "[t]he demands of experiential teaching are different from non-experiential teaching, and schools should take care to ensure that the student-faculty ratios, caseloads in in-house clinics, and the overall obligations of experiential teachers are conducive to achieving the educational programmatic goals of their courses. One must balance the need to give students meaningful experiences against the risk of overloading students or teachers and interfering with their abilities to achieve the educational goals of their courses."). 90 For example, Georgetown University Law Center hires fellows who, in addition to a modest stipend are able to work towards a specialty in clinical education. American University's Washington School of Law hires practitioners-in-residence who are not on a faculty track and who are expected to leave after two years of teaching.
91 See Barry et al., supra note 58, at 8-11. 92 See supra note 28. 93 In describing the gap between expectations and reality with regard to legal education and practice, the MacCrate Report observed that the practicing bar complains that graduates "can't draft a contract, they can't write, they've never seen a summons, the professors have never been inside a court-room," to which the law schools respond "[w]e teach them how to think, we're not trade schools, we're centers of scholarship and learning, practice is best taught by practitioners." The report argues that the "the skills and values of the competent lawyer are developed along a continuum that starts before law school, reaches its most formative and intensive stage during the law school experience, and continues throughout a lawyer's professional career." MacCrate supra note 33, at 3-4. " [T] here is no 'gap'. There is only an arduous road of professional development along which all prospective lawyers should travel." Id. at 8. Regardless of the degree to which it is considered wise for law faculty to engage in practice, to not allow practice by those who teach seems inconsistent with professional education. Certainly that is underscored when the clinical teaching methods are considered.
in a range of venues that offer alternatives to the judicial system is the likely extent of adjudicative services that are available. 94 These frames or baselines for proceeding with clinical programs at the law universities respond to the relative lack of initiative observed compared to the express support for clinical legal education in India. The pace of clinical program development is distressing because educating lawyers has the potential to have an impact on every strata of Indian society, raising awareness and constructive responses to the considerable social imbalances that threaten the country's development. The need for legal literacy and access to meaningful dispute resolution alone is sufficiently acute that the country is well-suited to establish the standard for what legal education can do to provide models for justice system.
IV. Making a Road by Walking
The law universities have changed the landscape of legal education in India. Their size, their relative independence and their resources set them apart. They have the potential, and the mandate, to provide their students with significant experiential learning. They can benefit from the critique of law schools in the United States, particularly the consistent failure to achieve the potential of clinic and skills training, by integrating both into the law school curriculum.
The Bar Council and its commissions have spent considerable energy identifying changes in the approach to legal education. A focus of the recommendations has been the need to establish clinical programming as an important aspect of improving professional preparation and developing a commitment to social justice. With that in mind, the issues raised in this article identify some strategies for moving forward, and will hopefully provide support for the training that many law teachers across India have recently been receiving through the efforts of the South Asian Forum of Clinical Law Teachers and the Menon Institute of Legal Advocacy Training. 95 Law universities have both an obligation and a unique opportunity to prepare a generation of lawyers to approach the law with a commitment to justice and the skills to move effectively towards achieving it. Their establishment created a way to focus attention on functioning models of legal education reform. The challenge now is to teach in ways that expose students to the standards of service and excellence contemplated. A major aspect of achieving this will be to gradually implement a range of carefully planned clinical programs and connect them effectively to the rest of the curriculum, pausing regularly to evaluate the extent to which a bend in the road is indicated. We all stand to benefit from what progress is made.
